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Abstract
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Chapter l
Introduction
What motivates a student to excel? There are many factors that attribute
to the success of a student. One of those factors is self-esteem. Self-esteem
describes how individual's perceive themselves (Steinberg, 1989). The extent to
which a person esteems oneself will have an influence on his or her motivation.
Students encounter this in their academics. The level of their self-esteem will
influence their academic moti vation. Academic motivation can be defined as ..Lhe
impetus to do well relative to some standard of excellence" (Reeve, 1992, p.290).
Adolescence is a developmental task. Erikson's eight stages of development and
the psychosocial approach offer two perspectives on adolescent development. By
understanding Lhe developmental tasks of the individual, it is easier to perceive
how his or her self-esteem will have an influence on academic motivation.
Erikson's eight stages (Steinberg, 1989) of development describe the life
cycle and the crises associated with each stage. Erikson believed that there are
different developmental stages and that each stage has a theme, or crisis. These
stages are infancy, early childhood, play age, school age. adolescence, young
adult, adulthood, and maturity age. Each crisis has its tasks that the individual
must learn. According to Erikson (Steinberg), each crisis is dependent on the
previous c risis. If the individual does not successfully complete the previous
crisis. the individual will struggle with the challenges of subsequent stages.
The developmental task for adolescence is identity versus identity
diffusion. Steinberg ( 1989) said that " ... without a healthy sense of trust,
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autonomy, initiative, and industry, it is difficuJt to establish a coherent sense of
identity" (p. 250). According to Erikson's stages of development, an indi vidual's
identity is made of different ''patches of fabri c that have not yet been sewn
together" (Steinberg. p.25 I). These "patches of fabric" make up an individua l's
identity, inclusive of: sex, age, race, nationality, religion, famiJy status, legal
status, and name (Rosenberg, 1979). Within adolescence, the individual begins to
integrate his or he r conception of identity.
Another theory explaining developmental processes is the
psychosocial approach (Newman & Newman, 1995). This approach has eleven
stages, which is different from Erikson's eight stages. These stages are prenatal,
infancy, toddlerhood, early school age, early adolescence, later adolescence, early
adulthood, middle adulthood, later adulthood, and very old age. The psychosocial
theory is different from Erikson' s approach in that it ha<; divided adolescence into
two stages, early adoJescence (twelve to eighteen) and later adolescence (eighteen
to twenty-two). The tasks of early adolescence are physical maturation, formal
operations, emotional development. membership in a peer group, and sexual
relationships (Newman & Newman). The task of later adolescence are autonomy
from parents, gender identity, internalized morality, and a career choice.
It is important to know the tasks of adolescent deve lopment. As in

every stage of deve lopment, adolescence is filled with changes. lndividuals
encounter significant identity and maturational issues. As adolescent's integrate
their "patches" of identity, they change their perception of themselves. In
maturation, adolescents are able to think abstractly and there is a " ... emergence of
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psychological and interpersonal descriptors'' (Steinberg. 1989. pg. 242). Thi
c hange allows adolescents lo sec themselves differe ntly. The growth and
maturation of an identity allow the individual to become more aware of how he
o r she pe rceives himself or herself.
Self-esteem begins to develop in childhood. There is a differentiation
between baseline (global) and barometric self-esteem. Baseline self-esteem is a
long term, lifetime, and global self-i mage. Barometric self-esteem is a rapid
changing, day to day affect of self. An adolescents baseline self-esteem does not
change, but re mains stable (Steinberg, J 989). However, they will experience
some rapid changes in their day to day feelings about themselves. If there is any
change at all there is an increase in self-esteem during adolescence, rathe r than a
decrease. So, in th.is sense. the adolescent 's image of himself o r herself does not
change. It is in the adolescent stage of development, however, that the indi vidual
becomes more aware of his or her self-i mage. During childhood, a sense of self
deve lops fro m the attitudes and beliefs of fami ly, peers, teachers, and othe r people
the adolescent encounters. It is in adolescence that individuals integrate these
attitudes and beliefs of other. with their own beliefs and take personal ownership
of their belie fs.
Integration and internalization of an individual's identity is their . elfesteem. Steinberg ( 1989) defines self-esteem as the affect that an indi vidual has
towards him or herself. It is the development of physical attributes. abilities,
preferences. and the evaluation of these aspects. Discussions of se lf-esteem are
general ly rated ac; positive or negative (high or low). A perso n with "hig h self-
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esteem" is one that has self-respect and a sense of self-worth. High self-esteem is
positive and pleasurable. An individual with ·•tow self-esteem" lacks self-respect
and feels inadequate. Low self-esteem is negative and miserable. In addition,
self-esteem can be divided into two types: earned self-esteem and global selfesteem (Shokraii, N, 1997). Earned self-esteem is self-esteem that people gain
from their accomplishments. Global self-esteem is pride in oneself. According to
Rosenberg ( 1979), self-esteem is "a major determinant of human thought and
behavior" and that "a prime motive in human stri ving, then, is the drive to protect
and enhance one's self-esteem" (p. 57). It is easy to say, therefore, that selfesteem is an important element in determining an individual's approach to their
life experiences.
Morris Rosenberg ( 1979) has said that self-esteem is one of the most
powerful motives in the human experience. Motivation is a " ... need or desire that
serves to energize behavior and direct it toward a goal" (Myers, 1989, p.349).
There are extrinsic and intrinsic motivators. Intrinsic motivation is "behavior
done solely for the interest and enjoyment inherent in performing a given activity"
(Reeve, 1992, p.141 ). Achievement motivation is "the desire for sign ificant
accomplishment" (Myers, p.371 ). Achievement motivation involves mastering
skills or ideas, controlling things or people, or attaining a high standard.
Extrinsic motivation revolves around the concepts of rewards, punisbers,
and incentives. A reward is a positive reinforcer that an individual receives after
a behavior a particular behavior and is used to increase the chances of that
behavior reoccurring. A punisher is the opposite of a reward. Punisher's seek to
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decrease the chances of a behavior reoccurring. An incentive i an
"environmental objecl that attracts or repels the indi vidual to engage o r not
engage in a sequence of behaviors" (Reeve, J992). Rewards, punishers, and
incentives are external reinforcers, which e ither increa<;es or decrease the
occurrence of a particular behavior. For example, external moti vations in
academic euings include grades (a reward) and detention (a punishment).
intrinsic mo tivation comes from within the individual. If one were to ask
someone how they feel when they are doing what they enjoy, they will te ll you:
Their minds and bodies are completely involved in
what they are doing, that their concentration is very deep.
that they know what they want to do, that they know how
well they are doing, that they are not worried about failing,
that time is passing very quickJy, and that they have lost the
ordinary sense of self-consciousness and gnawing worry
that characterize so much o f daily life (Csikszenthmihialyi,
1975, p.88).
The reward that comes w ith intrinsic mo tivatio n is the activity it el f
Achievement mo tivation is an important concept in academics, which uses
both intrinsic and extrinsic motivators. Research has shown, however, that
intrinsic mocivation more likely leads to achievemenc. (Harter, 1981; Ke rnis et
al., 1989; Kernis et al, l992; Myers, 1989; Reeve, 1992; Steinberg, 1989;
Waschu!J et al., 1996; and Vallerand et al., 1992). External motivators eventually
lose their appeal: whereas an ind ividual who is motivated internally continues the
ta k or behavior because the task or behavior is the reward it elf.
The purpose o f this study is to examine the relations hip between selfesteem and academic motivation. The stages of adolescence, the sel f-.e steem of
the individual. and the motivation of the indi vidual contribute to a student 's
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academic success. By understanding these theoreticaJ m ode ls of deve lopment, it
is easier to understand an adolescent's personaJ affec t and mo tivation within
academics. Despite the physicaJ and emotionaJ changes of adolescents, their
baseline self-esteem will not change tremendously. If they revere themselves
highly, what does this say about their motivation? This study is not concerned
with whether students have a high self-esteem because they are academically
motivated or vice versa. Rather this study is designed to investigate the
relationship between male student's self-esteem and academic motivation. The
hypothesis, therefore, is that there is a rel ationship between self-esteem and
academic motivation among male adolescents.
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Chapter II
Literalure Review
Self-Esteem
Self-esteem is how the individual feels about himself or herself.
Social identi ty, social class, famj ly, and gender have an affecL on a person's selfesceem. Generally, individuals with high self-esteem are confident i.n themselves,
willing to accept fail ures, have fewer physical illnesses, and are motivated.
lodjviduaJs with low self-esteem view themselves negatively, they are vulnerable
to depression, and less motivated than individuals with rugh self-esLeem.
Although baseline sel f-esteem remains relatively stable over a lifetime. there are
times, especially in early adolescence, that barometric self-•e steem can be volatile
or unstable (Steinberg, 1989). Self-esteem does not reflect competence (Hattie,
1992). Self-esteem can influence on an individual' s reaction to fail ure. Some
researchers believe that false self-esteem is detrimental (Hwang, 1995). A.n
individual 's self-perception is an integral part of their behavior, attitude, and
motivation.
Social identity affects a person's self-esteem. One factor in a
person's self-concept is one' s identification with a social group. Social identity
theory states that people have the tendency to group together. "Peo ple are
mot ivated to maintain or enhance their self-image" (Sears, D., Peplau, L., and
Taylor, S., l 991 , p. 305). A person's self-esteem is stronger when he or she feels
a part of a group. Furthermore, they believe that social comparisons affect selfesteem (Sears et al.). "We enhance our self-esteem by evaluating groups to which
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we belong (in-groups) more favorably than other groups (out-groups)" (Sears et
al. , p. 306). The groups that people belong to and identify with fac ilitate the
growth in self-esteem.
Another factor in self-esteem is social class. According to Steinberg
(1989), 1niddle-class adolescents have higher self-esteem than their classmates in
high or low socioecono mic groups. Students of lower socioeco nomic groups tend
to have more self-image problems. In addition, ethnic minorities have lower selfesteem in the areas where they are in the minority (Steinberg) .
An important social system that affects self-esteem is the family.

The relationship an individual bas with other members of his family shapes how a
person feels about himself o r herself. Individuals with strong familial ties with
his or her parents and siblings are going to have a stronger self-image than
individuals with weak familial ties. Parents who have low self-esteem have an
incredible influence on their child. Parents who a have low self-esteem" .. .do not
have any sense of their ability to be an important influencing factor" (Becvar &
Becvar, J996, p.218). Becvar and Becvar said that Virginia Satir believed parents
have power over their child 's sense of self-worth. The relationships each
individual have with their siblings also affects self-esteem. Siblings who are
close wilJ teach one another social skills.
Research varies about the relationship between gender and self-esteem. In
cases where students have take n the Rosenberg Self-Esteem Scale, boys have
slightly higher self-esteem than girls (Shaalvik, J990). Steinberg ( L989) c ited
several studies (Rosenberg & Simmons, J972; Simmons, Brown Bush, And

9
Blyth, 1978; and Simmons and Rosenberg, 1975) that early adolescent girls
generaJly have lower self-esteem. Young adolescent females struggle with the ir
self-esteem and often say negative things about themselves and worry about how
othe rs perceive them (Steinberg). Other studies have shown that: there is no
gender difference in self-esteem or that females score higher than males in selfesteem (Steinberg). Since there are so many contradictory studies of gender
differences in self-esteem, it is impossible to conclude that there are any
significant differences between male and females.

In addition to the factors that influence self-esteem, there are different
types of self-esteem. Rosenberg (Steinberg, 1989) differentiated between
barometric and baseline self-esteem. Barometric self-esteem is the" ... extent to
which our feelings about ourse lves shift and fluctuate rapidly, moment to
moment" (Steinberg, I 989, p.244). Baseline self-esteem, also called global selfesteem, is a more general, stable self-esteem. Tafordi and Swann ( 1995) break
down global self-esteem into two dimensions, self-competence and self-liking.
Self-competence describes power and efficacy. Self-liking is the sense of selfworth.
Baseline self-esteem is the better indicator of self-perception. However,
some indj viduals have more volatile barometric self-esteem. Volatile barometric
self-esteem is most common among young adolescents (Simmons, Rosenberg, &
Rosenberg, 1973). Steinberg ( 1989) suggests that because of the egocentrism
associated with young adolescents, they are more aware of others' reactions to
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their behavjor. In addiLion, adolescents learn ·•game playing" , leaving the
adolescent in an ambiguous state not knowing bow they are perceived by others.
The heightened barometric self-esteem often seen in early adolescence is
independent of the self-esteem level. Barometric self-esteem is an attribute of the
stage of development and found in individuals with both high and low selfesteem. Kemis, M. , Grannemann, B., and Barclay, L. ( 1992) sugges ts barometric
self-esteem has been associated with "enhanced sens itivity to evaluative events,
increased concern about one's self-view, and an over-reliance on social sources of
evaluation" (p. 623). He also believes that there is a d ifference between unstable
high self-esteem and unstable low self-esteem. Inruvidual's w ith high self-esteem
are " particularly concerned with achieving and maintaining a secure, positive selfview - whereas unstable, low self-esteem individuals are particularly concerned
with avoiding a continuous negative self-view" (Kernis, p.624). This strength of
the developmental stage of early adolescence lessens as the individual moves into
late adolescence.
Individual's barometric or basel.ine self-esteem is not necessarily affected
by abilities. Self-esteem is independent of knowledge and capabilities. An
individual can know they are incapable of a task and it may not necessarily affect
their self-esteem. "Self-esteem relates to the conviction that aspects of my
behavior or self that I desire to be esteemed are worthwhile'' (Hattie, 1992). So,
lack of capability or knowledge can affect self-esteem only if the inruvidual
perceives those tasks to be worthw hile.
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An individual can be reactive to failure depending on his or her
level of self-esteem. Kemis, Frankel, and Brockner ( 1989) researched self-esteem
and reactions to fai lure. ln their literature review, they cited that numerous
studies Brockner, 1979a; Brockner, Derr, and Laning, I 987; Brockner et al.,
1983; Campbell and Fairey, 1985;Shrauger and Rosenberg, 1970) that failure is
going lo have a greater impact in individuals with low self-esteem (Kemis et al.).
They suggest individuals with low self-esteem believe negalive feedback only
reiterates the self-belief that they are worthless. Individuals with low self-esteem
take criticism and failure personally. Tafarodi (1997) states that those with low
self-esteem " ... interpret failure as an indication that sustained effort is futile, a
tendency stemming from general lack of confidence in their own abi lit ies" (p.
627). lndividuals with low self-esteem fail because they believe that they are
failures. It is this self-defeating behavior that perpetuates itself and leads to a lack
of motivalion. This reaction to failure is defined as overgeneralization (Kernis et
al.). Overgeneralization is the degree that the inctividua1 interprets a bad outcome
is because of their inadequac y (Carver, Gannellen, & Behar-Mitrani, 1985).
Since the tendency for those individuals with low self-esteem is to ove rgeneralize,
they will most likely not be as motivated as those individuals with high selfesteem. They will continue to engage in self-defeating behaviors because it
reiterates their "loser" belief system.
Self-defeating behaviors al low the individual with low self-esteem to
continue their belief that they are worthless. Thompson, Davidson, and Barber
(1995) studied the tendency of some studems to purposely underachieve. Self-
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worth theory slates that certain situations allow for studenls to gain by not trying.
lndjviduals with low self-esteem wilJ be self-worth protectjve. They de LiberateJy
withhold effort, in order to preserve the fact that they are not worthy. Students
''sometimes underacrueve and at other times perform well when working on
academic tasks that do not vary in terms of their level of objective difficulty"
(Thompson, Davidson, and Barber had 1995, p. 598). There are three
assumplions of self-worth theory. The first was that self-worth protective
students demonstrate different levels of performance in low-ability situations in
which poor performance is likely to be attributed. The second assumption is that
self-worth protecti ve students, in situalions where there is a highJy intellectual
evaluative threat, discount personal responsibility for behavior. Finally, the
tendency of the self-worth stude11ts to perform well in low-level evaluation and to
perform poorly in high-level evaluation is equal in both male and females. A
student's self-esteem relates to his self-worth. Those students who are protective
of their self-worth are more likely to have a low self-esteem. These individuals
will protect themselves from the threal of failure by withdrawing. A self-worth
protective student will deliberately withhold effort when there is a threat to the ir
self-esteem.
Some theorists bel ieve that too much emphasis is placed on an
individual's self-esteem. As a society, the western culture places a great deal of
worth on a person's self-esteem. Some researchers suggest that self-esteem
conveys counterproductive messages. Hwang ( 1995) believes that though many
childre n may have low self-esteem, praising them for every accomplishment is
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not a helpful strategy. Hwang believes that the trend of trying to enhance selfesteem in the classroom leads to false self-esteem. According to Hwang:
False self-esteem leads to narcissistic selfintoxication. The intent of promoting positive self-concept
was to create self-esteem in American youth. and the result
was the creation of self-indulgence. Many American
adolescents are suffering from cases of "narcissism." Selfesteem cannot be manufactured externally; it must develop
from within. To possess self-esteem, one must possess
self-worth (1995, p. 11).
Hwang believes this trend of encouraging false self-esteem does not
encourage an individual to excel, but to accept medfocrity. Hwang's argument of
the false-esteem is a legitimate argument. False self-esteem is detrimental to the
individual. However, a person can learn to develop a positive attitude towards his
own self-worth. The purpose of this thesis is to look at the individual' s selfesteem and not whether false self-esteem is a problem in the educational system.
It is important to bring up the concept of false self-esteem because it allows an
understanding of self-esteem in the American society. Self -esteem is being
confident in oneself. A person of high self-esteem believes that they are worthy,
regardless of whether they are successfu l or unsuccessful in a task. Hjgh selfesteem individuals believe in excelling and are motivated to achieve. A person of
high self-esteem does not need praise or exhortation.
Self-esteem is the person's self-perception. There are many aspects that
affect self-esteem. Self-esteem reflects a person 's perception of self and does not
reflect competence. How a person perceives himself or herself does have an
influence on their reaction to failure (Kernis et al., 1992). Self-esteem reflects the
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personal image of elf. Self-esteem is being confident in oneself, believing in
one's worth, and being molivated.

15
Motivation
Motivation is the driving force to participate in an acti vity. Although
achievement is d iffere nt from motivation in some of the literature, achievement
will be used in discussions of motivation because motivation leads to

achievement. There are two types of motivation: intrinsic and extrinsic. Intrinsic
motivation includes motivation to know, mo tivation towards accomplishments,
and motivation to experience (Vallerand et aJ., 1992). An important part of
intrinsic motivation is the autotelic experience, or the tlow experience (Ames et
al. , 1989). Murray's ( 1938) need for achievement is an aspect of motivation.
Finally, a student's goals contribute to motivation in school.
Academic motivation and academk achievement are two different
concepts. However, since motivation leads to achievement, this thesis w ill use
concepts of academic achievement in reference to motivation. In addition,
academic motivation can be measured by:
The ability of the learner to persist with the task
assigned, the amount of time spent by the student on
tack.Jing the task, the innate curiosity to learn, the efficacy
related to an activity, the desire to select an activity, and a
combination of aJI these variables (Dev, 1997, p.567).
The ability, effort, and difficulty level of a task affects the success or
failure of a task, and the motivation of a student. The stude nt's motivation leads
to Lhe achievement of the task.
Motivation as it relates to education is fairly recent. Motivation was often
ignored and thought of as instinctual. It wasn' t until the late l 950's, when Henry
Harlow began studying rats, when motivation became a subject of study (Ames et
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al., 1989). Harlow found that rats in his study explored and experimented witb
new challenges. which showed that exploration of novelty and curiosity are
motivational forces. This led to defining extrinsic and intrinsic motivation.
Extrinsic and intrinsic motivation are both prevalent in everyone's lives.
Extrinsic motivation is engaging in a behavior to receive a benefit
outside tbe activity itself. The reason most individuals engage in an activity is
because of extrinsic motivating factors. There are three types of extrinsic
motivation (Deci & Ryan, 1991 ). External regulation is behavior uses rewards
and constraints (Vallerand et al., 1992). Introjected regulation is the
internalization of the reasons for the individual 's motivation. Third, identification
is the realization that the behavior is important. Ames et al. ( 1989) believe the
best way to recognize extrinsic motivation is to ask: "Would you engage in this
activity if there was no reward or punishment?" If there is no reward or
punishment for the activity and the individual is externally motivated, there would
be no desire to partic ipate in the activity.
Answering yes to the question would mean that the person is
intrinsically motivated. Intrinsic motivation is participation in an activity merely
for curiosity, the feeling of efficacy, or just a willingness to contribute (Dev,
1997). The individual is motivated by the activity itself. Intrinsic motivation is
an autotelic experience, " having a goal within itself' (Ames et al .. p.56).
Intrinsically motivated individuals participate in the activity because "they feel
that the activity is worth doing for its own sake even if nothing else were to come
of it; in other words, the activity has become autotelic" (Ames et al., p. 56).
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There are three types of intrinsic motivation: Intrinsic motivation
to know, intrinsic motivation toward an accomplishment, and intrinsic motivation
to experience stimulation. Intrinsic motivation to know is engaging in an activity
for the experience of learning (VaJlerand et aJ., I 992). Motivation toward
accomplishments is accomplishing or creating something for the mere pleasure of
engaging in the activity. Finally, intrinsic motivation to experience stimulation is
engaging in an activity because of the arousing state that the individual receives
by participating in the activity.
Ames et al. (1989) describes the autotelic experience as the "fl ow
experience". Flow is the feeling associated with an activity that is intrinsically
motivating. Participation in leisure activities is a fl ow experience. Flow is
important because the experience is positive and can provide the motive for
growth.
The flow experience is met when challenges and skills are equal
(Ames et aL 1989). The ratio between challenges and ski lls has eight parts.
These eight parts are arousal, flow, control, boredom, relaxation, apathy, worry,
and anitiety (Figure l ). Arousal includes situations where skills are average, but
challenges are above average. In flow, skills and challenges are equal. Control is
high skills and moderate challenges. Arousal, flow, and control are enjoyable
experiences. Boredom is low challenge and high skill. Relaxation is low
challenge and average skills. Apathy is below average challenge and skills.
Worry is average challenge and low skill. Anxiety is high challenge and low
skill. Flow experience is the balance between challenges and skiJls.
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Figure 1· Ames Flow Chart
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rn addition Lo extrinsic and intrinsic motivation, an important
faclOr in motivation is the need for achievement. The need for achievement
(nAch) is the humun need ..Lo overcome obstacles and anain a high standard''
( Reeve. 1992, p.286). There arc several parts to the need for achievemenl theory
(S mith, C .. Alk.inson, J., M cllelland, D . & Veroff, J .. 1992). The first i~
preference for intermediate difficulty. in which the individual with high need for
achievement will be auracted 10 moderately difficult activi ties. The second is
per<;istcm:c. where the individuals with high need for achievement a.re more
per ·isIcn1 than individuals with low need for achievement. T hird. indi viduals
wilh high need for achievemeni have more personal responsibi li ty roward their
goal.. Fourth. individuals with a greater need for achievement tend 10 be futureIi me oriented. Fi r1h. they are also more moti vated in their work and are often
cngageJ in occupations of entrepreneurial orientation. Sixth. Students who arc
high i n need for achievement perform best when they are involved in tasks thaI
challenge them. Research also indicates that high need for achievemen1 -;tudenI s
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are at their best when they are in classes that were at their same ability level, but
not in classes wbere lbe abilities of the class were higher or lower than their own.
Finally, indjviduals with high need for achievement typicaJly have a high selfconcept and are accepted by others.
Another factor in academic motivation is the individual' s social
goals. Urdan and Maehr ( 1995) have said that "stude nts may percei ve a broad
variety of reasons for trying to succeed academically ... A student may believe that
the purpose of doing well in school is to demonstrate how smart one is ... or to
learn new and interesting information" (p. 697). According to Urdan and Maehr,
social welfare goals. social solidarity goals, or social approval goals motivate
students. These reasons to succeed are because the student wants to become a
productive member of society (social welfare goaJ), to bring ho nor to the fam ily
(social solidarity goal), o r to gain approval of peers o r teachers (social approvaJ
goal).
A student's motivation towards academic achievement is influenced, in
pan. by these social goals. These extrinsic goals are present because the
individual is a member of an educational environment. Societal relationships
influence the indi vidual both positively and negatively. Social goals can be aids
to help the student become motivated o n his or ber own. In addition, social goals
help individuals uncover meaning in their activities. Urdan and Maebr (1995)
found that adolescent peers could influence an individual's acade mic motivation.
Kinderman (1993) found that, even if the membership of a peer group over a
school year c hanged, the motivational level of that group did not change. Other
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research has shown that peers influence stude nts with high need for achievement
only if their need for affiliation is higher than their need for achievement (Urdan
& Maehr). The influence can be toward academic achievement or fai lure,
towards motivation for academic achievement or lack of motivation for
achieve ment.
Jn academics, a student' s motivation will Jead to achievement. If the
students are motivated, they can be successful academicaJly. Individuals are
motivated intrinsically and extrinsically. An autotelic experience shows the flow
of motivation and the level of intrinsic motivation is the balance between
challenges and skills. Motivation is also based on the student's need for
achievement and social goals.

Self-Esteem and Motivation
How does self-esteem relate to motivation? Waschull and Kernis
( 1996) studied sel f-esteem as a predictor of intrinsic motivation. Their literature
review and their study define the relationship between these two variables. Other
researchers cited studies that found a relationship between self-esteem and
motivation. Diane Tice ( I 991 ) studied self-handicapping motives and how it
relates to self-esteem.
Although Waschull and Kemis' ( 1996) study involved children, it
provides good insight as to the relationship between self-esteem and intrinsic
motivation. Their study involved 171 male and female fifth grade children from
four elementary schools. They predicted that unstable self-esteem would relate to
lower levels of intrinsic motivation and associate with low perceived scholastic
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competence (Waschull et al., 1996). In other words, they bejjeved that "unstable
self-esteem will be related to lower intrinsic motivation because it is associated
with heightened ego-in volvement" (Waschull et al., 1996, p.6). Conversely,
students with high self-esteem will be more intrinsically motivated.
Waschull and Kemis (1996) found in their literature review a
number of studies that suggest that there js a correlation between self-esteem and
motivation. They found in several studies that an individual's perception of self
often undermines intrinsic motivation (Grolnik & Ryan, 1987; Plant & Ryan,
1985; Ryan, 1982). Waschull and Kemjs also cited another study by Kernis,
stat ing that unstable self-esteem was re.lated to lower barometric self-esteem (the
day to day affect of self). In addition, Waschull and Kem is found research (Deci
et al., 1981; Ryan & Grolnik, 1986) showing that classrooms that support intrinsic
motivation (through autonomy) correlate positively co baseline self-esteem.
Waschull and Kem is' ( 1996) study mvolved two parts. Part one
consisted of a packet of questionnaires given to the students to assess the level of
self-esteem. intrinsic versus extrinsic motivation, and reasons for becoming angry.
The participants completed Harter's (1985) Perceived Competence Scale for
Children (a self-worth index), Harter's ( 1981) Intrinsic vs. Extrinsic Orientation
in the Classroom Scale, an anger scale consisting of questions from Boldizar,
Perry, and Perry ( 1989), and other questions written for the study. Part two of
Waschull and Kemis' study consisted of visits by the experimenter twice daily to
assess global self-esteem and social acceptance. They found that unstable self-

22
esteem was significantly correlated with the chal lenge level of a task (r=-.34) and
low task involvement out of curiosity or interest (r=-.27).
Other research has also found correlations between self-esteem and
motivation. Tang and Sarsfield-Baldwin ( 1990) found in Baumeister and Tice
( 1985) that the level of self-esteem correlated with intrinsic motivation depending
upon the fai lure or success of a task. They proposed that "individua ls with high
self-esteem increased their intrinsic motivation on a task after 'success', whereas
those with low self-esteem reduced their intrinsic motivation on the same task
after success" (Tang et al., 1990, p.569).
Diane Tice ( 199 1) did a study on self-handicapping motives and
self-esteem. She conducted four studies attempting to find a difference between

self-enhancement and self-protection as handicapping motivations. Selfhandicapping is a "strategic ploy used to manipulate the attributional ambiguity of
an evaluation" (Tice, 1991 , p.20). Self-handicapping is a self-defeating behavior
aimed at placing:
Barriers in the way of the ir own success, the reby
jeopardizing performance. U' they fa il, the failure can be
blamed on the handicap and not on lack of ability, whereas
if they succeed despite the handicap, they receive
additional credit for overcoming the obstacle (Tice, 1991,
20).
She found high self-es teem individuals self-handicapped to enhance
success. Low self-esteem individuals handicapped to protect failure, which would
threaten self-esteem.
Victor Gecas (Howard and Callero, 199 1) believes that self-esteem
is a basis for motivation. He believes that to develop an adequate theory on
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motivation, self-esteem is necessary because the self is a social person and needs
social interaction. The type of motivation that Gecas is re ferring to is extrinsic
motivation. Since an individual is a member of society, his or her concept of self
wilJ affect hi s or her motivation. If the individual has a high self-esteem, he or
she will be more motivated because of the external rewards or punishments fro m

that person 's society.
A person's self-esteem is their belief of their own self-worth. If a person
has a high self-esteem, will he or she be more motivated? If a person values him
or herself, then their feeling of self-worth will be a motivating factor. In
academics, motivation is both intrinsic and extrinsic. Most of the research shows
that if a person esteems hi mself or herself highly, he or she will have more

motivation to perform. Students who have high self-esteem will also have more
intrinsic motivation.
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Chapter III
Method

Participants
A group of 65 males from a private secondary education school in
the St. Louis area participated in the study. The participants included 19
freshman, 25 sophomores, 21 juniors, and 25 seniors. The 25 sophomore students
were not included in the study because due to clerical errors, which resulted in
inconclusive data. The academic vice-president of the school randomly chose one
class. She chose one teacher for each class grade and gave the test to the
instructor for distribution to the students. The vice-president did not receive any
permission slips from the parents of the students who participated. T able 2 shows

the distribution of the classes.
Table 1: Distribution of Class Level

HSLEVEL
Freshman
Junior
Senior
Total
Total

Frequencv
19
21

Percent
29.2
32.3

25
65

38.5

65

100.0
100.0

Valid
Percent
29.2

Cumulative
Percent
29.2

32.3
38.5

61.5
100.0

100.0

Procedure
The participants were given a survey. There were two parts to the
survey and a demographics section for the students to complete. Demographics
included age, approximate Grade Po int Average (GPA), and grade level. Eac h
classroom instructor, who read the directions in Appendix A, distributed the
survey. The instructor informed the students to fi ll out the demographic section,
waited for the students to finish, and then instructed them to proceed to part one
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of the test. The students were told to check either yes or no for each yuestion or
state ment. They were not to discuss the questions with anyone and

10

answer the

questions as it best pertained to them. They were to then continue to part two. In
Part two, tbe students were to answer the questions or statements on a fo ur-point
Likert Scale.

Instrument
The instrument used included two parts. The two parts measured
academic motivation and self-esteem (Appendix B). There are five reasons why
the two particular tests were used. First, both tests are easy to administer. The
partic ipant simply had to mark tbe appro priate answer. Second, both tests are
time efficient. Third, both tests are easy to score. Fourth, both tests were

designed for junior high and high school students. Finally, both tests are chosen
for economical reasons. Russell 's Ivan's ( I 969) Academic Motivation Scale was
fou nd in a j ournal article and Morris Rosenberg's Self-Esteem Scale was found in
his book: Society and The Adolescent Self-Image ( 1965).
Part one of the in strnment is the Academk Motivation Scale by
Russell Ivan ( 1969). Ivan developed this test to measure motivation toward
school achievement. He asked twenty-four teachers to write items, to which the
student would respond yes or no, that the teache rs thought would measure the
student' s motivation towards academics. Once the test was developed, he
administered the fifty-item test in an urban high school in Kentucky. Twe nty of
the items were then eliminated to come to the Academic Motivation Scale. The
thirty items remaining in Ivan 's Academic Motivation Scale are answered yes or
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no. The scores ranged from between 0 and 30. A point was awarded when "yes"
was answered for items: 2, 3, 5, 7 , 8, 10, 12, 13, 14, 17, 18, 20, 22, 23, 26, 27, 28,
and 30. A point was also added for answering "no" on items: 1, 4, 6, 9, 11, 15,
16, 19, 21 , 24, 25 , and 29. There is no reliabil.ity or validity research on Ivan's
scale, mostly because it is not a commercial test.
Part two is Morris Rosenberg's Self-Esteem Scale ( 1965). This
test wac; developed by Rosenberg to test adolescent self-esteem. The SaJe uses a
Likert-type scale, allowing for scores ranging between 10 and 40. Four points
were awarded for answering "strongly agree" on items: 1, 3 , 4, 7, 8, and 10 (one
point was awarded for answering strongly disagree on these items). Four points
were awarded for answering "strongly disagree" on items: 2, 5, 6, and 9.
There have been reliability tests done on Rosenberg's test. Studies by
Dobson et al. (L 979) and Fie ming and Courtney (I 984) looked at the i ntemal
consistency of the measures. Dobson et al. ( 1979) obtained a .77 Cronbach alpha,
and Fleming and Courtney ( 1984) reported a .88 (Robinson et. al, 199 1). Studies
by Silber and Tippett (1965) and, again, by Fleming and Courtney (1984) tested
test-retest reliability. Silbe r and Tippet ( 1965) found a test-retest correlation of
.85 for 28 s ubjects after a two-week interval and Fleming and Courtney ( 1984)
found a .82 for 259 male and fe male subjects after a one-week interval ( Robinson
et al., 1991 ).
There bave also been tests of validity done on the Rosenberg SelfEsteem Scale. Lorr and Wunderlich ( 1986) found a .65 correlation between
Rosenberg' s scale and confidence and .39 between Rosenberg' s scaJe and
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popularity. Reynolds ( 1988) found a .38 correlation between Rosenberg's scale
and overall academic self-concept. The Rosenberg scale also correlated .72 with
the Lerner Self-esteem scale, .24 with the "beeper" self-reports of self-esteem,
and .27 with peer ratings for an adolescent sample (Savi n-WilJiams & Jaquish,
198 1). Fleming and Courtney ( 1984) correlated Rosenberg's measure and
concepts of low self-regard. They found negative correlation's with -.64 with
anxjety, -.54 with depression, and -.43 with anorrue.
There were two fostruments in the study. The design was a two
variable, one group correlaUonal design. The two instruments were correlated
together by using a Pearson-Product Moment Correlation. Sixty-five students
completed Russell Ivan 's Academic Motivation Scale and M orris Rosenberg's
Self-Esteem Scale.
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Chapter IV
Results
The null hypothesis states there is no correlation between selfesteem and academic motivation. Table 3 shows the mean, tbe standard deviation,
and the standard error mean (S EM). The scores o f the Self-esreem scale
(ESTEE M) had a mean of 29.7846, a standard deviation of 5.082 J, and a standard
enor of .6304. The results of Jvan's Academic Motivation ScaJe (MOTNE) had
a mean of 29.7846, a standard deviation o f 4.0547, aad a standard error mean of
.5029. The age of the students (AGE) had a mean of 16.4769, a standard
deviation of 1.3003, and a standard e1Tor of .16 I 3. Finally, The students Grade
Point Average (GPA) had a mean of 3.3 138, and standard deviation of .5049, and
a standard error of 6.

Table 3: Descriptive Statistics

ESTEEM

Mean
29.7846

Std.
Deviation
5.0821

Std. Error
Mean
.6304

MOTIVE

18.4769

4.0547

.5029

AGE
GPA

16.4769
3.3138

1.3003
.5049

.1613
6.3E-02

1.2400

.1538

HSLEVEL

A Pearson Product Moment Correlation (Pearson r) test was executed
using the SPSS for Windows, Release 7.0. Table 4 shows the resul ts of the
Pearson r corre lation. The results show a .198 correlation, with a .115 two-tale
significance. The Pearson r square is .04 for a one-tailed test and .0 l for a twotailed test. These results show that there is no difference between self-esteem
(ESTEEM) and academic motivation (MOTNE) (a;::. 05).
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Table 3: Correlation of self-esteem and
academic Motivation

Pearson
Correlation
Sig.
(2-talled)

ESTEEM
MOTIVE
ESTEEM
MOTIVE

ESTEEM
1.000
.198

MOTIVE
.198
1.000
.115

.115

ex = .05, df = 63, CV = 1.676 ( I tailed), 2.009 (2 tailed)

The Pearson r was done with other variables as well. The results found no
significance. The correlation between motivation and grade-point-average (GPA)
was . 107. The correlation between motivation and high school level (HS LEVEL)
was .04 1. The correlation between motivation and age (AGE) was .087. The
correlatio n between self-esteem and age was .065. The correlation between selfesteem and grade-point-average was -.064, and the correlation between selfesteem and high school level was .092. At a level of sign ificance of .05, there
was no significant correlation among any of the factors. There is a 95%
probabi lity that there is no relationship among self-esteem and academic
motivation among lhe adolescent males in Lbis study. The refore, the null
hypothesis is not rejected.
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Chapter V
Discussio n
The statis tical results indicated that there w as no correlation
between self-esteem and academic motivation amo ng adolescent males. More
specifically, the motivation of an individual is no t related to how that individual
feels about himself or herse lf. The results of this study do not reflect the findin gs
o f previous s tudies, and there are possible factors contributing to this. rn addition,
there were limitations to the study. Because o f the factors contributing to the
results and the limitations to the s tudy, there is a need for further research .
The Pearson Product Moment Co rrelation (Pearson r) found no
signjficant relationship between self-esteem and academic motivation. The
Pearson r correlation w as . 198 for a one-tai led test and .115 for a two- tailed test.
Since these results do not exceed the critical value o f l.676 (one-tailed
significance) and 2.009 (two-tailed significance) (a=.05), we accept the null
hypothesis that there is no significant relations hip between self-esteem and
academic mo tivation.
These res ults are contrary to previous research involving the
relationship between self-es teem and academic motivation. Research has shown
that individuals with higher self-esteem are typicalJy more academically
motivated than those individuals with lower self-esteem. Students with low selfesteem are not motivated because of their fear of failure. Kem is et al. ( 1989)
c ited several studies (Brockner, 1979a; Brockner, Derr, and Laning, 1987;
Brockner et al. , I 983; Campbell and Fairey, J985;Shrauger and Rosenberg, 1970)
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that showed individuals with low self-esteem are more prone to be reactive to
failure. Other research indicates a student who is self-wo rth protective is less
motivated and will purposely underachieve (Thompson et al., 1995).
The results also differed from the research found in Tice ( 1991 ),
Tang and Sarsfield-Baldwin (1990), Waschull and Kemis ( 1996), and Gecas
( 199 1). T ice's study sought to find a difference between self-esteem and selfhandicapping motives. She found a correlation between self-esteem and selfhandicapping. Tang and Sarsfield-Baldwin (1990) found that low self-esteem
individuals had low task liking (intrinsic motivation) and that high self-esteem
had a harder work ethic (high intrinsic motivation). Waschull and Kernis found
relationships in unstable self-esteem and intrinsic motivation. FinalJy, Gecas
believed that self-concept is the basis for extrinsic motivation.
There are a number of assumptions that can be derived from the
results. First, there is con11icting evidence as to whether there is a difference in
gender in regards to self-esteem. Some researchers believe that there is a
difference in gender with regards to self-esteem (Sbaalvik, 1990; Steinberg, 1989:
Rosenberg et al., 1972, Brown et al., 1978; and Simmons et al., 1975). Other
researchers show that there are no differences in self-esteem between males and
females. Despite this conflict, it is of value to have research on single-sex groups
because it aJlows further evidence of gender differences in self-esteem. It is
valuable to have some research findings that, in males, examines the correlation in
bow they feel about themselves and their motivation toward their academics.
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These results also allow a resolution about the nature of se.lfesteem and academic motivation. Despite the research that seems to indicate that
there is a relationship, the results found in this study suggest the contrary. This
may be because there really is not a relationship between these two traits. The
education of students in the United States has been unde r criticism. They believe
that the students in our society are below average academically. One suggestion
that educators use to resolve this criticism involves self-esteem among
adolescents. Maybe self-esteem is not as important in education and the
motivation of the student as some researchers have found. The results certainly
warrant further research as to the importance of self-esteem in the motivation of
the individual.

There are possible contributing factors as to why no relationship
was found between the two variables. Both tests have good face validity.
Validity and rel iabil ity studies for Mo rris Rosenberg's ( I965) Self-Esteem Scale
typically show moderate to high reliability scores. Convergent validity measures
usually ranged from .24 lo .65 (Lorr et al., 1986; Reynolds, 1988; and SavinWilliams et al., 198 l ). Discriminant measures ranged from -.43 to -.64 (Fleming
et al, 1984). There are no studies indicating the reliability and validity of Ivan's
scale. Both tests were chosen because of the ease of administration, scoring, and
for economical reasons. It was for these reasons that these scales were used
together to corre late self-esteem and academic motivation. A possible factor may
be that the benefits that the test offered was not sufficient and othe r scales could
have more reliably and validly address the two constructs.
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Another factor for Lhe lack o f correlat io n in the results may be to
due social desirability. One of the critiques of Rosenberg's Self-Esreem Measure
is that the test does not have any way of accounting for individual's who answer in
a socially desirable manner. Rosenberg's and Ivan's scales are easy LO manipulate.
The individual can easily understand what the tests are testing for and can di.rect
their answers in the manner that they choose. The students may have tested good

or bad inte ntionally. Altho ugh most students probably answered the test honestly,
there were a number of students who did not take the test seriously. It appeared
that some students purposely answered the question so that they would receive a
low score. In addition , it seemed that some students just randomly checked off
answers without looking at the questions. A couple of students took the liberty to

write in answers that were not an option. These students received negarive scores,
which do not reflect their true scores. Future researchers need a method to control
for these problems.
Finally, a factor that may have contributed to the lack of
correlation between self-es teem and academic motivation is the sample. There
may be cultural bias in the study and the students of a prominent St Louis college
p reparatory school may not represent the general male adolescent population.
S ince the school has a high reputation for academic excellence, these students
may be highly motivated and their self-esteem is independent of their motivatfon.
[f the students

are highly extrinsically moti vated, and self-esteem may not have as

much of a fac tor in academic motivatio n. Another possibility may be that
teachers, peers, and family moli vate these students and this external motivation
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may even affect their self-esteem negatively. Finall y, the s ample was too small to
generalize about the la rger po pulation and caution should be used in gene ralizing
the results of this test to the overaU adolescent male population.
A frnal limitation in the study was the distribution to the test. The
researcher was no t present to administer the test. This preve nted any control over
the administration of the test. The vice president of the institution gave the
instructors the tests , which then administered the tests to the students. The
researcher was not able to reite rate the importance o f hones t answers. the
importance of an swering the test according to how they felt about the questions,
and the importance of not thinking too long about tbe questions .
There is a need for further research. Because of the many

limitations of this study, it is difficult to say the true relationship between selfesteem and acade mic motivation. Larger sample s izes are needed. In addition,
testing with differe nt scaJes could explo re would further the re liability and
validity of the scales. Another factor that needs to b e researched furthe r s hould
explore comparisons with the different genders, economic, and social groups.
The re are many issues that can contribute ro the exploratio n of the relationship
between self-esteem and acade mic motivation.
The results found no re lationship between self-esteem and
acade mic mo tivation in adolescent males. The Pearson-Product Moment
correlation found no re lationship. These results sugges t that the results s how a
valid description o f the relationship between these two variables, or that there are
a number o f errors and limitations that contribute to the lack of relationship.
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The re are many fac tors involved tha t may have contributed to these results. ln
additio n, there are a numbe r of limitations in this s tudy. Furthe r researc h is
needed because of these results, factors, and limitations. By furthe ring the
research, a m o re accurate assessme nt o f the true re lationship be tween self-esteem
and acade mic mo tiva tio n can be m ade.
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Appendix A
Directions for the distribution of the scale

Di rections for administering the test:
Distribute rhe test to the students, 1 test per student. S tudent may use pen
or pencil.
Read the directions to the students as fo Uows:
" Please fill out the top portion m arked demographics as appropriate. If
you do not know your exact g rade point average, please give your best estimate.
For part I , check e ither yes or no for each question or statement. Do not
discuss lhe questions with anyone, and answer them as it best pertains to you.
There are no right or wrong answe rs to the questions, so don't spend a Jo t o f time
thinking about the questions. If there is a question which seems similar to a
pre vio us question, do n' t worry about how you answered it p reviously and just
answer in the way that seems to best suit you. When you are fi nished with part 1,
you may continue with part 2. Yo u will answer the questions by marking the
appropriate strength of how you feel about that particular statement. Again , do not
spend a lot of tim e thinking about it, for there are no right or wrong answers. Do
not mark in the sections labeled "score." When you are finished , you may tum
them in."
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Appendix B
Self-Esteem and Motivation Scales
De mographics:
Age: _ _

Approximate G .P.A: _ _ __

Grade:
man

□

Fresh
o more

□

Soph

r

□

Junio
r

□

Senio

Part I

Yes

No

Item

□

□

l . Students should set their goals only as high as they
can easily reach?

□

□

2. Does it bo ther yo u if ano the r student makes better
grades than you do?

□

□

3. Wo uld you rather be leader in a small school than
to be just another student in a large school?

□

□

4. Does failure discourage you fro m trying as bard
the next time?

□

□

5. You should select your friends fro m am ong those
whose goals are generally as high as your own.

□

□

6. Would you like to take a school subject in which
no tests were to be given?

□

□

7. Do you often compare your work with lhe work of
others?

□
□
□

□
□
□

8. Are you usuall y on time with writte n assignments?
9. Do you believe, "Win or lose, who cares?"
I0 . Do you try to make better grades than other
students in your classes?

□

□

11. Rewards should be given regardless of effort o r

38
achievement?

□

□

12. Would you, o r do you, enjoy being one of the
c lass leade rs?

□

□

13. The person who makes the highest grade on a test
is to receive an award. W ould you stay home from a social
event or an athletic contest to study?

□

□

14. Do you stick to an assignment until it is
completed even though it is dull and boring to you?

□

□

15. If you lost several times consecutively, would
you quit trying?

□

□

16. Would you prefer to enroll in a course in which
no grades are to be given?

□

□

17. Would you ever enter a contest with other
s tudents knowing you had a very s light chance of winnfog?

□

□

18. Do you think that school letters should be given
for high grades as well as football and basketball?

□

□

19. If you had to choose between taking pa11 in a
contest or being one of the judges, would you choose to be a
judge?

□

□

20. D o you think that you enjoy trying to do well in
your school s ubjects more than others in your classes do?

□

□

21. Would you prefer to sit in the back of a
classroom?

□

□

22. Rewards earned are worth more than those which
come without effort.

□

□

23. The more people who seek the same goal the
harder you try for it.

□

□

24. What parents expect of their children is more
important than what the child wants for himself

□

□

25. Your friend stopped running when it became
evident that he was losing the race. Wou ld you have stopped
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running in this situation?

□
□
□

□
□

26. Do you tell your parents about your successes?

□

28. When someone is being praised, do you wish you

27. Do you tell your parents about your failures?

were?

□

□

29. Whe n someone else is praised, does it cause you

to give less effort?

□

□

30. Is there someone you enjoy beating in a comest
or in school grades?

Score: - - -

Part2
I. On the whole, lam satisfied with myself

D

D

Stron

gly agree

D

A

gree

At times I think I am no good at all

D

Stron

3.

D

D

A

gree

Di

sagree

□

4.

I am able to do things as well as most other people

□

Stron

5.

I feel I do not have much to be proud of.

□

Stron

gly agree

g ly agree

O

Di

sagree

O
gree

O

A

gree

Di

sagree

6. I certainly feel useless at times
D
Stron
D
A
gly agree
gree
sagree

□

Strongly

□

Strongly

□

Strong ly

□

Strongly

□

Strongly

disagree

disagree

O

A

Strongly

disagree

I feel that I have a number of good qualities
Stron
O
A
O
Di
gree
sagree

gly agree

□

disagree

2.
gly agree

Di

sagree

disagree

□

Di

disagree
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7.

I feel that ram a person of worth. at least on an equal plane with

others.

□

Stron

8.

□

I feel that I could have more respect for myself
Stron
O
A
O
Di

9.

All in all, l am inclined to feel that I am a failure.

□

Stron

10.

I take a positive attitude toward myself.

□

Stron

gly agree

gree

gly agree

□

A

sagree

gree

gly agree

O

Score: _ _ _

sagree

□

Slrongly

Di

□

Strongly

□

Strongly

disagree

O

A

Strongly

disagree

O

A

□

disagree

sagree

O
gree

Di

sagree

gree

gly agree

□

Di

disagree
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